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\\ Albert L. Lavin
There could bg‘something of "coals to Neuwcastle' 1bout the decision to write
on the nature and role of myth for an audience already so familiar with this

subject, but despite the intense modern interest in this field, very little has
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‘been done to translate its me.unings into effective classroem teaching. Since

myth hes been defined in many ways and put to many uses, my primary purpose here

is to help clarify its place both within literature and, beyond that, within the

-

v

English curriculum as a whole. No one statement can free myth from the vexing

amb1guit1es associated with the term today, these notes simply attempt to d1sen3age

it from scme of our fixed scruples. The treatment here is. general, perhaps mo%e/

Y - m—

speculative than immediately practical, but subsequent df\logue at Dartmouth may

begi; ‘to discover new and better ways to make nyth serve the teaching of literature.
In the past using myth as an organizing pr1ncip1e in the curriculum often

meant foisting coﬁcept§ on literary works. When "eRemaiic units' were fashionable,
‘ teachers deviséd Qniversal themes, and book:s were used to illustrate these cate-

goriés. Such ‘an approach was wrong-headed from the start because it reduced the

Foncrcte.exéézizgzb of literature to some éerebral,extra-literary generality.

Though this “great ideas" approagh still survives, it .s no longer the prevailing

obgession, and while it may be a valid technique for certain courses in cdltural

history, even theré it should remain subordinate to some pattein of self-discovery

1

more connatural to the discipline or disciplines-involved. Themes extravolated

‘ A Y
from ltterature are essentially propositional statements quite vemote from

-

'archetypes, which are typical or recurring images embedded in the dramatic

S QOO0 & PS5

structure of concrete art works. Even whén we use che more precise and subtle

probes of valid criticism, we find ourselves talking about the artifact, at least

.

. [
once removed from our poegic.knowledge of its life. But in this way, as opposed to

ERIC the thematic approach, we are directing the student's attention on puddings and not

i .,
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recipeg, we are engaging the reader with myths in their natucal settings, in
their sensuous exprepsibn in the dramo, fiction, and poetry to which they give
form and mbvement. We need, then, to teach myth frcm within, fnductively, lead-

ing students to a gense of the myth-making power and continuity, from Hcmer to

e

flannery O'Connor, from QOedipus Rex to é sgpnrate Peace.

To do this we need a working fleld theory sufficiently catholic to include
the valid methods of several forms §f criticism, a context wide enough to develop
the reader's awareness of genre as well as texture, of the autﬁof,as well as the
speaker, of voice as well as the judgewent it implies, and of literature as
communicaﬁion as well ds ccmrmunicn. Cu;rently"nolone schoql of criticism offers
us a singlg thecry sdfficibnt to account for the ﬁultiple levels of méaning in
the litera}y work{ though the recent tendencies toward pluralism and synthesis
‘are hopeful signs.” Among many significaat earlier»contributions; the theories
uf‘Richa;ds and Burke and rhé practice of Blackmﬁr and Trilling are outstanding
examples of combining methods. .More recentlff—fa the work of critics 1like
Northrop Frye 9nd Wayne Bboth we have secn the development toward the kind of syn-
thesis vhich may lead us bebyOn"d what have now become weary dici’idtomi;s between

form and content, between aesthetic a?d moral value. skye describes this critical

impasse of the 1950's in his ‘natomy of Criticxsm‘ ﬁ

The modern student of critical theory is faced with
a body of rhetoricians who speak of texture and frontal
assaults, with students of history who deal with tradi-
tions and sources, with critics using material from
psychology and anthropology, with Aristotelians,
Coleridgians, Thomists, Freudians, Jungians, Marxists,
with students of myths, rituals, archetypes, metaphors,
ambiguities, and-.gignificant forms. The student must
either admit the principle of polysemous meaning, or
choose one of thege groups and them try to prove that
all the others are less legitimate. The former is\ -
the way of scholarship, and leads to the advancement
of learning: the latter is the way of pedantry, and. .
' ' gives us a wide choice of goals, the most conspicuous
today being fantastical. learning, or‘nyth eriticism,
contentious learning, or historical ¢riticism, and
delicate criticism learning, or "new/! criticism.

Of all the methods it is the New Criticism or formal approach which has most

E}ﬁk(henced English teachers, though 1: appears that in spite of theirxcollege
-, N . ‘ \L.
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e¥posure to the methods of close readingg all too few secomdary teachers have
learned;;o i}pliCate a literary 'text. t any raie, New Criticism continues to
be ; major force in the upiversities,‘in,thé literary magatines ind professional
foﬁrnals, and in the high school curviculum. This emphasis con the formal aspe&ts
of liter;ture protects us 2gainst potentially undisciplined uses of literature -
the nacionalistié and solipsistic vagaries we have seen in the past - but it can
severely narrow the studeng's reading expefience. Practical criticism can elevite
his reading habits; but it sh;uld not stop at the level of executive techniques
Ehat»is somewhere short of the major meanings form can empower in him. A full
reading of a great work of literature should give him a sense of actuality almost
outside form itself; the imaginative act required involves. the process of literzl
'belief'and its poetic suepension, the'problem of'distance - befng "out far and in
deep" - and all the equilibrium betwecn thjective experience and communal form.
In reading the Tpoem itself"” the student encounters 2 strycture wh@ch reveals ‘
the mood of the speaker, the mxnd of the author .and, to some degreg, the ﬁind of
a Cultute° if he reads well he will entance hlS understanding of patterns in arc
and in life and he may experience occa§ions~when he can even get "the fly out of
the flybottle." | )

A fuller knowledge of myth may provi.le the teacher of English with the answers
he needs most. Conceived of as symbolic form, myth underpins all huﬁan expressicn;
as a way of organizing the human response to réality, it holds a central plnce/in
literature. Myth is 2 fundame?t;I aspect of the way we.process é;perience, com-
pose it, and give it shape in the forms of language. It should enaﬁle u; to order

" our disciplin;, for it can give scope and depth to our teaching of literature,
providing perspéctive and continuity to the literary types, the zonventions, ;nd
the techniques we teach. It cau increase our power and discerument of iangunge,
deepening our understanding of metaphor. 'It can make clear ghe intimate connec=-

tions between history and literature because its larger pattern reveals the con-

O mt interplay between social mythology and timeieé‘ archetypes. As it extends
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awareness of language 3s a symbelic process, myth leads the mind to interdiscipli-
nary analogies with man's other svsiems of mécophor, and by doing so, it frees us

n3

from the real dangers of "juiceless formalism'” and narrow professionalism.
g .

' Myth in language gives voice to the whole phenomenon of man; its narrative

jsﬁructufe i; a mode of knowing.and %etpphor is its characteristic device. We
know that symbois, mathematic~” or verbal, constitute the uaique language men use
to conceive their universe, though the content of a symbol is cnly partly detegminmL.

by that universe itself. Even scientific symbol systems tell us more about
the shape of man's thought than about the events his ''objective' analogies attempt
to contain; furthermore, it is clear now'thai philosophy itself cannot be underskood
by merely determining the object con ?hfeh its metheﬁu&a:efEentered. Unlike science
or philosophy; myth makes no attempt to egglaiﬁ the outside worid. It is an
iﬁaginative construction that creates a human‘werld that will or should lexist.
Myth orders individual and communal life, forming the vision of 2 human landscape
where.none exists; its outline appeafs.whe;ever wen live, -but attains its d}timaie
paradigmiin language and its more permanent'exprepsien in literature.
During the past hundred.ye?rs the significaace of mythehas attracted fhe

best minds from a variegy;of fields; Eer they have found in its encompassing

ctrategles some of the keys to history, psychology, linguistics, and anth;opology.
When we think of this development, the names of Frazer, Freud,hJung, Muller, and.
Cassirer come to wmind, as well as modern literary critics such as Auerbach, Frye,
Bush, Fergusson, Wheelwright, Tillfard, Bodkin, Gfeves, Campbell, ahd Fiedler.
A brief summary of three reorzsentative mo;ern uses of myth will serve es an
illustration of its current_eelevence to the teaching of English. _The first.
example relates myth to language; the second relates myth and literature; and the
third moves qutwerd rom literature to interdisciplinary studies.

" Ernst Cah&}fer-studied the nature of m&thic.conception from the standpoint

of logic and epistemology, and his theory of symbolic form places myth in its

widest possible context, providlng the kind of perspective we need before moving

Full Tt Provided by ERIC.
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connection with the art of teaching. In hic Myth aond Lﬂpnuape L ssirer contends

that these components were man's earliest symbolic achievements and as modes of

expression derive from the same verbal and mental roots. 1In her essay'On the
New Definition of Symbol," Susanne Langer describes this aspect of Cassirer's
vork:

‘Cassirer himself considered the sewmantic functions
that beleong to scientific symbols as a special .-
- develcprment, which occurred under the influence of +
PY -~ language, by virtue of its inherent generslity to- o
© gether with its sign: snificant character. But sym-
. bolization as such he traced further back. His
) notion of "synbol' was more primitive than that of
. ‘ _ a sign used by dommon consent to stand for an as- -
" sociated concept; in one sense of the word, a sound,
a mark, object, or event could be a sgymbol to a per-
scn, without the person's consciously going from it
to its medaning. This is the basic concept in his
““theory of myth. '

e

In his chapter on metaphor in Mvth and Language, Cassirer defines the development
. of myth, language, and art in é‘nanner that clearly resembles Fryeé's theory of -

. literature as a progression from magic to myth to convention. Cassirer writes:
Myih, langudge, and art begin as a conciete, un-
- divided unity, which is only gradually resolved
into a triad of independent modes of spiritual
creativity, Consequentlj, the same mythic anima-
tion and hyPOSLa&izatlon ‘which is bestowed upon.the
_ words of huma. speech is originally accorded to
g  images, to every kind of artistic representation. .
" Especially in the magical realm, word magic is °
everywhere acccmpanied by picture magic. The
.image, too, achieves its purely representative,
specifically "aesthetic" function only as the magic
| circle with which mythical consciousness surrounds
it is brokea, and it 1is recognized not as a
mythicomagical form, but -as a particularformulation.
But although language and art both become _ . [
émancipated, in this fashion, from their native o £
~soil of mythical thinking, the ideal, spiritual
unity of the two is reasserted upon a higher
level. 1If language is,to grow into a vehicle of
- thought, a: expression of concepts and judge-
/ .. ments, this evolution can be achieved only at the
~ price of forgoing thé wealth and fullness ‘of
immediate experience. In the end, what is left of
the concrete sense and feeling conteat it once
possessed is little more than a bare skeleton.
' But there is one intellectual realm in which the
o ‘ word not only preserves its original creative

[ERJf:‘ - . power, but is ever reneving it; in which it .
oo i o o | ' -

~

I
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undergoes a/sont of consta~t palingenesis, at
orice a sensuous ‘axd o sﬂiritun@ relncarnation.
This regeneration'.is achieved as language be-
comes an avenue of artistic expréssion.§~

Northrop Frye's .theories of archetype, mode, genre, and symbol operate

within what is for us the safer or more appropriate closure of literary conventions:

o

"fhe things that happen ia myth are things that happen only in stories; theyv are
- .

in a self-contained literary world,'" but his general theovy of myth complements

Cassirer's. Cassirer would affirm this statement of Frye:

As & type of story, myth is a form of

verbal art, and belongs to the world of ’ ‘
art, and unlike scieunce, it deals not with

the world that ma: contemplates: but with )

the world man creates. The ktotal form of '

art, so to speak, is a world whose content
is nature but whose form is himan; hence
when it 'imitates' nature it assimilates —
nature to human forms. The world .gf-art is

human in perspective, a vworld in whiech the

sun continues to rise and set long aiter

s¢ience has explained that its risiag and

setting are illusions. And myth too, makes

a systematic attempt to see nature in human

shape; it does not simply roam at large in

nature like the folk tale.® - ' ST

Frye has done a masterful job of organizing fictional patter.s. His theory

A\

makes myth serve poetry. He has constructed an architectonic view of literature,
“standing ba¢k, as it were, from the results of eariier twentieth century criticism
to gain a perspective atop its main curreats. His effort has bcen to synthesize

4 . : .

-

.. . .-. \ e « s e - :
the various "armed visions'" and to reconcile the divisions between aesthetic and
moral value.:  His extraovdinary learning and finé~judgeme3¥’?mve enabled hin to
extenud modern criticism toward new heights just when its energies seeémed spent.

What is perhaps most- important is the degree of success he has had in syathesis.

- _ .
It may, for some time to come, prove to be a framework viable enough for teachers

‘in the center of the hhmanities,vfaci%g a gociety 'undergoing knowledge explosions

and media "implosioas.'" (It is interesting to note that anotheir bold humanist

from Toronto, MarsEall McLuha:, has, like Frye, pushed thg ngtion of form to its

O'~its. In-the process of extending aesthetic perspective to techiological media,

ERIC ;-
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he has continued to apply a defﬁhition of myth that embraces -electronic as well

as verbal exteasions-of man: "... an instant vision of a process. e"‘eldcd in .

N

time.") If we mean whac we say when.we 2ffirm the ultimate practicality of\theory,
then we cannot afford to neglect such creative scholarship and sufh humane criti-
cism as we find in Frye's design. = . - -

In the closing-section of his Anatomy of Criticism, Frye comments upou an °

\

assumption that has been operating throughout this paper:

That somethlng else is the confused SWlll of hew
activities today associated ‘with such words as
cermunication, symbollsm, sem~ntics, linguistics,
métalinguistics, pr-gm-tics, cybernetics, »nd

the ideas genernted by ~nd ‘around CaQ31rer, _ Coe
Korzybsky, and dozens of others .:. ..but /"

it is clear to.me th-tf litersry criiicism_ ¥
has a centrﬂl plécc in all this activity.

As he goes on to discuss the meaulng of .a liberal educatlon and the place of

literature and litefary'criticism'in the"city of maq, notide his emphaSlS on a
. . : . . v . B . . .

theory of actjion: . ‘ ' o
_It seems better to try to get clear of all - .
-such confllcrs, attachlﬁg ourselves to Arnold's ’ /
other axiom that. '"culture seeks to do away o
with classes". The ethical purpose of a e S
liberal education is to liberate, which can
only meas to make one capable of conceiwing _ ,
society as free, classless, and urbane. No. ,° =~ . % - Y
such society exists, whick is one reason why

~a liberal education must be deeply concerned

" with works of the imaginatiom. The'imaginatlﬁe

element in works of art, again, lifts them
clear of the bondage of history. Anything that

.‘emerges from the -total experience of criiticism

T ' to form part of a liberai education becomes,

' by virtue of the fact, part of the emancipated
and humane commuaity.of culiure, whatever its
"original reference. "thus liberal education

liberates the works oi culture themselves as
well as the mind they °dtcate. he corruption
out of which human art has been constructed
will always: remain in the art, but.the imagina-
tive quality of the art preserves it in its

- . corruption, like the corpse of a saint. No dis- ~

cussion of beauty can confine itself to the for- - )
mal relations of the 1solated_work of art; it !
must consider, too, the participation of. the
work of art in the visio: of the goal of social -~ = °
effort, the idea of ccmplete and classless civili-

Q ] zation. This idea of complete civilization is
RJ!: '~ also the implicit moral standard to.which ethical

Aruitoxt provided by Eic:
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criticism alwave fefers, scmetling very different
from any syste; off worals.

A

The third example moves out| of literature ptopet and into the realm of inter-

disciplinary studles, 1t is Henry Vash Smiti:'s essay, one you muy be familisr with

" in which he suggest dn answer to the question in his title: '"Ca: 'American Studies
Develop a Method?" -Smlth's article treats in detail some of the problems Frye

raises in a general way in The Educated Imaginatiocn and The Anatomy of Criticism.

His tiesis is that ho.h the historian and tiie literary critic have a stake in the '

..
whole culture and therefore a reSyonsibility to study literature wi thin Lhe dOuble-

vision of art_and society., If what we know about «ir culture, about ourselves, is
to be free of gross distortioa, if we are to aci:ieve some‘adequate graop Zf the

t briag

»

interplay between mass culture ond uaique works of literature, then we mu
P A\ .

. 2 ' . .
about some transaction of methaods from social ..istory and criticism. Though

Smith does not-explicitly refer to myth in this passage, it takes,ooxlmportance in
o
his- method of studying che general culture. -

Despite t‘e sincere desire of scme of the leaders
in the movement to recognize the intimate relation
between a work of art and its social setttng, tie
. .effect of the New Criticism in practice has been. .
' to establish an apparently impasrable chasm between '
, . the facts of our existence in contemporary suciety

and the values of art. In this respect, the philo-
sophical position of the New Criticism seems to me
to bear a striking resemblance to Edgar §T!§EiPoe's
conception that art belongs to a ion-empirical realm
of 'ideality' totally divorced from tlie sordid or -
commonplace facts of everyday life. The root of
the matter is tie belief in an extreme dualiem of
nature and spirit. If society is taken to be a
part of the natural order, and art is assigned to
the realm of the spirit, it be¢omes impossible to ‘ .

, We are npo better| off if we turn to the social
~gclences for help in beeing the culture as a whole. '
We merely find soclety without art instead of art -
: without society. The literary critic would cut
. . -esthetic‘value loose from social fact; the social”
. .. ;. scientist, despite his theoretical recognition that
i . art is an important aspect of cultures uses tech-
. .. niques of research which wake it difficult or im- -
' possible for him to deal with the qsatea of con-
scicusness embodied in serious art. R

relate art (except negatively) to_the actual cul- _ a5 S
ture within which it rccuts. \ ’Jﬁ\\\,/“~’/ﬂvﬁw/,\’\
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Statements such as these three on w"'h in 1nnnuafe. 1iteraturc, and society
indicate definite ways myth moy help us attain a.unified conception 9£f:::§discim

pline. Myth is n8t content, though we may choose to regard bodies of mythology as
a' o ‘
such. Likre literature andiits other self, ccmposing, my:h is primarily an act of
. ) T i B LN B
knowing and making, and like these other conceptual activities, it. is expressed in
\\ N : . - t .
! . N

'1anguage. This does not suggest that myth should be the ultimate principle of

organization for the English curriculum, but it does \suggest that from the outsect
a commitment to this kind of context puts emphasis wheye it ‘belorgs - Cnlmyth and

language as basif mcdes of symbolic transformatidn} Since 1anguage splits inta

)

imaginative and scientific uses when cultures attain written 19nguages, myth pre-
3

pares for a contrastive stress upon the relations between oral and written systems

of 1anguage. a strand the teacher will be emphasizing in composition and 1anguaoe

\
A

instruction. And it prepares for the teaching of literavy types or. of any torm of

discourse in the humanistic'perspective of both social and literary myth, fpr.it

.allows dppropridte, if subordinate, .cmphasis upor Listory and_technology in a cul-
. ) » .

tural mode of thought, more comprehdnsive in its teaching implications than mos t
* ’ . . ) . U
versions of formal criticism.

v

» ' ¥

At the present time myth is often included in the high schqnl curriculum in

”
i

order to explain some of [the seleciions students will'study, works like The Odyssey

and QOedipus Rex. 1In some cases, a unit on ‘myths is included because they are
"part of our heritage" or because 'they live today." Ninth graders are issued a
supplementary text on Greek myths, and they learn a smattering of twice-told taies
about "them gods that were once believed in' when the world was young. I suppose
this is harmless enough, even'helpful if this information were put to some bettery

use later on, as it surely 1s in some schools, But the usual iesuIL is that few ..

N

>

students come to térms with the nature of myth as a éohesive framework for all the

K

genre, traditions, and conventions oﬁ_ihe 1iterature they w111 study. Fewer still
/‘ - . .

come to recognize the universality of myth—making,or seeAits power to give them a

" . . ot : K . -

-3 of history, which is to say, a sense of identity. The cause of .this failure

miéﬁﬁl believe, in the teacher's failure as a philospher of his subject. -Many of
. . t . \—““\r .
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the seme teachers who bemvaa t'e frngwentation of the English curriculum haye
neither the interest nor the background to place their subJect in perspectxve.
Many of them regard myth as an esoteric ang slightly spurious undertaking, one

" that is suitable for graduate studies but yaa'iittle televance to teaching. We
often minimize the significance of this feilure of English teachiers” to know the
structure of their field .and to grasp_'f its place in the wiole anatomy of know1ng.
Yet the problem it creates becoqes//;ecLal for the student who has a deep need for
a egheteht view of what he learés. \

'\n recent years scme fundameetal ehanges have bée;\teking'place in thé field

of qufish._ Teachers in our discipline in increasing numbers have reached_such a
point -of intensity that they can often beJdistingbished from their celleééues by
the symptoms of excitement and purpose. The old image of the English :eeeher as
'%ran@wticelﬁgendarme" is no longer with es. Even the fatigue from evaluating

,

and the changes n‘perceptio which mark our field today. In-my'oen school
~

district -the majd;ity of Englxsh teachers have during the past few years,expV¢sscd

cbmpositions canhot preveﬁtg;he self-examiqatibn, the acquisition of new kndwledge.

- & growing discqntent with a literature program that has received nat'unal.
. ‘\ . ‘

recognition. The program is a good one and makes more sense of the terms

N | . .
'%tructure"adé 'héhuenceﬁ'fhan most curri%ulum documents do, but the teachens+who
'K“
are uneasy with the &esults of this ‘pl .n, are, I believe, on . the right track. In

the Qast decade m&py English departments have been developing such programs in
Y

literature, clear and precise in their qnderlying assumptions (no matter how‘\

securely narrow) abodt theé meaning of struycture as it 15 unfolded in works
fa}rayed 1n‘a sequence from the_telagively:simple to the relatively complex)
/ilgustfating the formhl eroperties ftom ge#re to point of eieﬁ,_from voice and
tone to’theirﬁeumodinmnt in language ceoices. These syllebi are commendable and
deserve the imprimatur of‘the local New Critic, who was often: consultant on the
projectll:he trend they reflecc marked a necessary step forward but when the

. -

~3i~rity of schools establish\such a ¢esign - if they decide to - and then live

ERIC . - \ S )

wll Toxt Provided by ERIC



. . \\ y 0
. » \}
.. N QU T "1l
> V’— ' - ) R \s 3 ‘;_'- PR
yi . with it.for'a few years, they will, -1 fhink, find that scmething is missing. They.

1

. may have a series qf timeless moments, of genres and ccnventions,‘but they yill

-

have located literature in a.place of pure form where it becomes its own source.

’

Some of the colleagues I referred to would I 1inh, share Hayden Carruth 8 view

S

when he says that "Today,; in looking bGCm, ve are likely to conclude, somewliat
shyly, that the socially nriented critics, iike Edmund Wilson,.Alfred Kazin, and
Irving 'Howe, who did not pusn the theory of criticism so far; were nevertheless

. . ' v 1 [ N N .
fundamentally more ccnstructive; that is, more useful in defining lite;ature'as
108

‘a normative eliment in the process of civilization.":” These tcachers are aware,
4

too, that the education of the future should move'rapidly-toward a more inter-
disciplinary desigp, and  since English(}s the language in which we think about

) everything, the movement might Eest begin with this discipline. And_like teachers

J_' in many fields today they gee that similarities between the "two cultures" are as

impnftant as their differences, that the anzlogies among all the symbol systems

Ve o yoa g,

are neéging for a thorough study by&tenchers. e

i

“Rccent developments within 5pe discipline of English offer prom:sing, though

largelygun : ted, answers. It is Signiticant here that the best of this work is

Sarey

- firmly grounded.in Ytheory. In rhetoric, to use only one eXample“ the ideas of

~ L S

-~Francis Chrisfe > Josephine\Miles, Kenneth P ‘e,-Wa e Booth, Walker Gibson,

- and James Moffett, among others;Vbrovide us with some etter-ways of teaching

compositicn;'their approaches reveal underlying simi}arities in dealing.with
writing as a mental, rhetorical, and linguistic act; and/ they have organized :
 e1qquent1y-simp1e and nighly‘teachable methods of presenting'compositisn.
, What‘are the specific ways\to.make myg&\relevant in the Englis: nrogram?d
) 8 think‘we do'so now, :i vour teac ing'of iiterature, whenevef we regeal its power
. to form and idterpret patterns of éxistence ~ (When more of the materials from’

\c‘

curriculum centers become available ‘it will be interesting to see how myth has

;‘. 7 - ~ \

/
4

i ~ been handled in these sequences at the variOus grade levels. -Sel‘gm, however “3@_ b

we make assignments in language or vomposition which call for an identification

ERIC

L of contemporary myths in the language of 1iterature or society. Nor do we reenire




O

ERIC

Aruitoxt provided by Eic:

.

-12-

the student to make use of myths in i.is cown <riting. Though we use models for

composition, ryth seers too renwte or tovw Iar-e a pattern to ewulate. F -haps

Many teacners, of couvise, would regird issiguments in

it is really too close.

aarrative and metaphor as an ¢pencral pursuic and an intrusion cn the plain style.

4 -
hatever specific assignrents one wmakes, the result should enable the student

the trouole

co use myth in his own thiuking, speating, reading, and writing, for
11

2

is that "in the act of talking thout structure we reify it into substance."
- 1
)

{ .

]
“‘4
;—"/\

. . -

\
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Study Group 6

On Myths and Translation

0

ABSTRACT:
One way of looking at what we did would be to see it as constructing

romance cof prudence and scrﬁple to go with Mr. Lavin's epic of possibilities,

~

I have felt from the beginning that a most unfortunate side of this conference
i

has been &is essentTal lack of respect for Spenser. Mr. Holbrook has spoken

contemptuously of him; Mr. Miller has not praised him--and I know what he once
L

thcught of him; and Mr. Jones has not retracted the remarks which he made about

..

him on his preyious visit to America. I, therefore, take my motto from Spencer.
It is the tired; prudential motto given to Britomart--the chaste marshall of
Britain's history--as she enters the myth-filled House where.Amoret lies trapped
by the myth and mythos of Cupid and Busirus; “"BE BOLD, BE BOLD, BE NOT TOO

BOLD." Our precepts--thd are better told in the appendices which follow--
. N

- . !

could be said to go: '
-, . 2%
1. Be hold to read the myths to kids of every age--Irish, Norse, African,

- A

Hebrew," classical; do not fear that the Latin schoolmaster will get you:;

—_

-

bé not so bold as to read nothing but *%%,

2. Be bold to offer Psyche her mythy sacrifices; let her speak her tales
in the voices of children; but be noF so hold as to psychoanalyse. . .

3. You there, scallywags fied.it the Cave of Moéernity--get you some
histJ;Izii understanding of the “withéred stumps of Time."

4. You-there, halg—éead—at-the-top in the s;ﬁe Cave~-hear and understand

the myths and mythoi that outsidnr:?.underground and overhead--are making

right now and use those stories to lead tfom myth to Rnowledge, dream to



\..

perception,

5. Beware Archimago: myth study may~itse1f become a semi-magical
mythologizing—--neither a science nor itself capable of giving order to
st;dy.

6. Bewore Acratia; only the temperate man who knows that the "type is for
. the text, not the text for the type" can grab the rod of disciplined myth-
crit and avo;d making himself a pig. ‘

7. Beware Orgoglio-Earth Pounder, for the study of myth requires

f'~\ delicacy, tact, and wit,

e may have seemed to have said, "Be not too bold, be not too bold, be a wee

'_ bit bold.,” Bu‘ we did, all of us, know that Amoret's career covers the dis-

L ] : 4
tance from Busyrane's houce to the Gairden of Cupid and Psyche and Venus and

where the myths throw off 2 thcusand fruitful forms with no help from

\ . )
< anyone, least of all literary critics,

-

. Another way of looking at our group--and to come off it--would be to say

that our whole concern was ''translation” ‘in the widest sense: from language to

ﬁnguagé, past to present, belief to belief, man to man. And we recognized

[y —~—

hat the whole business of translation is to offer our students ways of looking -
at the world and valuing experience alternative to their own and to ours.

We had questions:
+ 1.

How does one lead from the implicit to the explicit in the
. understanding of myths and, indeed, of any stories wiwse artistic
' \

idiom is ‘mot native to our students? -
’ o

2. How can scholarship do a better job of recoﬂégfucting the

4

. reQ‘pances and historical uses of the myths? /




3. How can scholarship do a better job of reconstructing the idioa
and mythoi which touch upon our student's perceptions of literature,
English, and Education ;enerally?

4, How can translation remain faithful to original idiom and be alive
as new creation; how far should translation potentisally useful! to
schools be given conscious encouragement?

Mostly we‘had talk, talk which led to the building of a kind of mosaic of
what . the problems of the area seem to be--what its usefulness may be. Some of
the pieces in the mosaié\belong to only one member of the group; most belong as
if put by thg group in general (thqQugh they are stated by %ﬁ individual).

People wrote ‘when they®had something to say. 1n the appendices which follow,

the vaices remain their owners.. The wooden questions are mine, put fo remind

the reader that what we had was a sort of low key* Symposium without Diotima

and wigjhout Socrates.
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Appendix I

What are the general limits and possibilities implicit in the use of
myth and of myth criticism in constructing school pro"rams9

I had better make *» clear at the outset that I have no doubt that the’
study of Myth, both in the traditional anr the modern, more extended, sense of
;hat word,'h;s‘a valuable part to play in education, Apart from deeper con-
siderations, the gheer pleasurability of the paradigm-stories, and their
indispensability as an ingredient in educated reading and writing, give them
2 necessary and valuable place among the teacher's resources. They are part of
cur commor language and cultural heritage. Nor do I doubt that the profou..d
sources 6f fictioa and drama, even when seemingly 'modern” and "realistic,"
lie in these myths of stories, and tﬂ@t any literature which seeks originality
at'the price of‘cutting itself off from (hem is going to sound thin and im-

A -

poverished. So that I have no objection, but very much the contraay, to any

ge' course of education wh1gh/incluﬂes tairy tale, romance,,legend etc,, as a

.

large part of its staple diet of reading; nor to the teacher 8 bein‘ aware of

and be;;g able to point out to students, the analogies and underlying aftinigies -

:Between these more R{}mitive litegary forms and the later, more sophisticated

ones. - . ‘ : . ' ’ 2
¢ .

What I am afraid of is a too schematic-approach and the offering of rres
mature solutions as finalities-~the riﬂhlt being to foster a kind of intel-

lectual amateurism. * I don't feel that thé study of Myth has yet reached the

stage 0of a Science. There are too many schools and doctrines, too little in .
[ }
the way of generally accepted canons of verification. Very often a "theory"




or "science" of Myth turns out to be an imaginative and ingenious suggestion

or picture, a creative prompting--sometimes, as in Jung or Northrop Frye, it
almost scems like a Myth itself. I don't doubt that the intelligent future

teacheriought to have come across these ideas and been excited about them, and
.\
read for himself in the various authorities. But one thing he ought to take

away from his reading 1s a sense of the great variety and dispa:ity of the
hypotheses that have been built around this undoubtedly fundamental domain of
experience, and the very great difficulty of deciding between them (as we some-

times have to do; since they contradict each oth ) in particular instances. :

3

To take a concrete example: Freud interprets the Medusa in terms of castration-

fear and frigidity, Sartre in terms of our fear of public oﬁinion, people
[}

-

iook’ng at us, etc, Since I'm writing from memory I'm no doubtover-simplifying

and otherwise misrepresenting both ﬁdeud anhd Sartre, and I am not saying that

v their views of the Medusa, accurately stated, could not be ;econciled, or re-
, .

garded as both viable interpretations in some way, or for some purposes. But

I take it that if we had' to choose between them, if we had to decide which was

. . 4 -

. Lo £y
the more "right'--and if we are nqyég'to-do that, oun studies are condemned to

* be permanently half-baked--we could not even begin to try to answer that ques-
. )

e “tion w&thout a very wide ;exploration of Freud'. or Sartre's whole system of ~

thought, what are their general claims to attencion in this field, what evidénce
+ ' they produced, what are their criteria for7the vie of evidence, etc., etc,

.

¥hat worries me is that all too ofﬁgn "interpretation” of a M;th is apt to mean

! 14

merely the picking up of a bright idea or formulation from some thinker,
-«

irrespective of whetherit fits in with other ideas we've picked up, or whether

E

r
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it's only really discussible when related to that thinker's whole »utlook,
theoretical framework, conceptual system, technical vocabulary and so on.
Thus at this conferepce I have heard cited as authorities in depth-psychology
both Freud and the "heretics,"” Jung, Klein, etc., which, if orthodox amalysts
like Glover are right, the latter cannot be. And we must be familiar with the

N
very influential school of critics which regards, Freud himself as a Myth maker ;
and literary man, appropriately awarded the Goethe Prize, a man of letters and
poet rather than a scientist....

But I don't want to stray away into particular areas of controversy, only
to remind you that the whole subject is controversial. It has not yet reached
a stage in which the astronomers can be sorted out from the astrologers;hat best,
it is at a stage corresponding to that of Kepler, where modes of thought nowa-
days recognized as scientific coexist witﬁ asfrological residues. That our

{

subject provides opportunities for fancifulness or charlatanism no more disj\\\
A Y

dredits 1t than the existence of Gipsy Petulengro invalidates the study of thé

stellar universe; but it does (to me) sugg - a certain reservation one might
L) .

.

have about building'a course around, e.g.r\a su ed analog&_between the -
development of the human individual from childhood to maturity and an allegedly
corresponding development in a civilization--or in "Civilization." (The

criticisms that have been made of a somewhat similar procedure in Toynbee's

Study 25 History are well kndwn: the arbitrnriness of his way of deciding what ///

counts as "a civilizetion,"' the large element of the "creative" or fanciful in

;

his treatment of historical facts in order to make them fit a predetermined

pattern, and so on.) I am afraid that we might find ourselves saddled with 2

’
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ramshackle psychology andt an anthropoloyy which was once wodish and has now
become out of date--or, even worse, with an eclectic brew sf factual observa-
tions, delightful fancies, and troublesome superstitions, which Wwould hecomn
ejen more wuddled and intellectually disreputable as it wés passcil from pro-
fessor to teacher and from teacher to student,

Coming down té earth: I am urging that the book we dream of in this

region of our studies is the eguivalent of Darwin's Origin of Species, not of

Yeats's A Vision. It is not likely Lo be vast and grandiose and in any
flamboyant sense imaginatively exciting or ambitious; but it will be particu-
larly and rigorously—conqerned with the criteris for verification, so that when)
it establishes something, that‘"sometﬁing" stays establishéd for quite a long
time. The edifice may be modest, but it will be strongly built, so that the

contending winds of doctrinme will not blow it away; indeed, it may be a shelter

! from them. XQN/
: 3
1 - Ve

- rd .
I do not know of any work on literary Mytﬁ that meets this description,

and I am not qualified to speculate on how it could be produced. What I aw
- g
: . i

s&gges{iyg'is‘that in the present state of the subject we would ndf]be wise to
. v

pin our educational practice to any of the existing general theorie§ of Myth.
The raw material (the Myvths themselves) is of priceless value, and-l\an in fa-
vour of any amount of immersion in them (though I would advoéate_a "mixed diet"

in children's reading at all stages). I am more doubtful about giving them a

4 . .

'i\ privileged status in comparison with any other of tie modes of metaphor which
*y :

we have to learn in order to be able to deal with the world; still more about

how we can begin to arbitrate among the relative degrees of '"'vaiidity" claimed

O
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by the diiferent -secheols which interpret 'lthem (anthropological, psychoanalyti-

cal, and so ~n), 6\

o




™™

Appendix II

What are the pitfalls for teachirg style which the study gi myth
mignt present?

May 1 plead for the greatest tact and restraint on the part of all wvho

have any part in tpe passing on to students of ideas and knowledgé abou; myth?
o ¢
Here is a fascinating and still in largeJLnrt unexplored territory; let'ns
/
explore it and encourage the young to go for canoe trips a little way/ﬁnto the

-
o

unknown. But there lurks a pocket Aristotle in each’of\ﬁs‘who4iongs to go in

and survey, map, classify, and parcel out the unKﬁown. The result may be at

~.

times moie than we ourselves can digest, but N

"The fascination of what's diffieu}t”
/ . )
is hard to resist, and the human exploring urge takes many {orms. Vhere 1

do feel uneasy, howeyer, is in education. .The canoe will just sink if it is

“overloaded. And we should never forzet thmt the ultimate objective in ATtera-~

V_;,""ture is a better understanding of the individual work of art; beginnipg nd .
B i - -

. Y. J
also ending w%th‘i}s uniqueness. It has many relations with otaner works of

art;' its roots-go deep into the past; it relates to the huyman situation. A

better understandiné of its uriqueness involves, very often, reference and

compafison; but there must be .ime in which to view the ultimate whole, and

vision to viéw it with. The first danger with myth is that to_study it or to
1ntroduc§ it into education may fake up time which %s not_there:lthen the
vision may atrophy. The secbnd‘danger is that so much in’ such a field as myth
is concerned with what Robert Lowe, that great Phiiistine, cafled "impalpable
essences;" Myth implies more often than not an echo here, a veiled allusion

there, something half heard which you may fairly guess at but never quite mas-
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ter; it is often of a Delphic ambigui‘y. The overtoiies are important in music
precisely because they are overtones and the young ought to grow up with their
sense of wonder unimpaired. This does not mean reticence on the teacher's
part; on the contrary, it may often mean_tﬁé~mfaute setting the score rather

than the hour crossipng the t's; the odd remark which explains what may need

xplaining without insulting the student's intelligence, the comment that may
tart him thinking.

This is where myth comes into .education--and into poetry. I, for one,
]
16‘? its complexities; I respe:t its imp:lpable "essedce"; I believe that the

~
ultxiate aim of myth, as of poetry,.is to give pleasure,

fi



Appencix III

To what extent should explicit troining in the techniques of coutemporary

myth criticism and searching for archetypes Egnpart 2£ the school program?

(From Bel Kaufman'sg Up the Down Staircase: Why+do we'study The Myths?

Because we want to talk.like cultured pcecople. ., .we want to know how our
civilization got chat way. . . to learn what it was like to live in the
golden age witn all the killings, ., . .If it wasn't for Myths where would

Shakesper (sic) be today?)

As faf as I can see, nearly all literature, good and bad, can be reduced

to some myth or other, more or less undestructively. Thq reasons for h{Yiné/ﬁ
study group on myth stfil appear obscure:‘ I would have thoﬁght that a discys-
sion of the teaching of History or Story would have been more centfal, }ucid, and
useful. Since there seems .to bé a lot of myth teaching going on, with varying
accounts of stages and ages, needs ahd demands--for the very young? for the
adolescent? for the undérgraduate--anﬂ almost anything seems to go, let me sug-
gest that myth should be unstressed, taught at all ages, taughf implicitly and
explicitly, but that we should be careful to mix the genres, since collecting

many very conspicuously mythy stories scems likely to lead the student away

from the essential features of a work of literature, its individuality or

particularity{ into a dry preoccupation with typicality. Abstracts and outlines
can have tﬁp Qame tendency to reduce literary'expcrience to a dry schematism,
Psychology, philosophy, and anthrOpology~can do quite nicely to-introduce
children of all ages to the broad outlines of concepts of humunity; what is

essentially the definitive quality of literature is the presentation of individu-

Y

al character, feeling, event. This will presumably always be based on a scaf-

folding of myth, and the scaffolding will, in some fiction and drama and poetry,



be very visible but not in all, .
Myth seems to me to be most appropriately taught at <he graduaté level,
when students have accumulated a ld?ge enough repertg}re of }iterary/;orms and
experiences to be able to do their classifying. without too uuéh’ﬁé;; taking-
ovér of other ﬁépple's_categories; when they can discuss the very sophisticated
question of d?grees of myti.ical conspiéhdusness; and when they‘are in a posi-
tion to pick their way with some discretion émonést the psycholbgicg;/nccounts
of myth and ité functions., At all-earlier levels, myth teaching of any formal
kind; inciuding the concentrated myth-syllabus at any“age up to about 23, ééeﬁg
rash, off-centre, likely to train historians anthropologists 'collectors of
nuggets of facts insensitive tc’ the importﬂnt th1ngs that literature can do, ‘
and likely to be very adept misreada#s of texts, reqding for scaffolding |
instead of type, m1551ng the st“eaﬁ of\;ctlcn by go1ng for the "mythiest"
events, The teacher pf literature shéuld surely aim at7encourag?ng students
to relate literature to.life, but only via the particularities ﬁo£ the
bschemata,'of both literature and life. ThlS applies not merely to a Frye ish
"’ reduction or classification but to more inventive and freer Jjobs of myth-mak;ngf
ciassifying events and characters in terms of modern concepts such aslfhe Out-
siaer. This, top,umay haVe.its vaiue, but it is a sophistagated opération de-
manding more Sj?iology ?nd literary discriminatioﬁ than any young student één
possess., It is also sueh‘fun when plaved really gaily (sece Leglie Fiedler or
Richa;d Chase)‘Ehat it cén efféctivelylseduce readers and critics frém looking
‘gé,d and fully at the poems and\stories as they aré. »This entails looking at
) deéail,.in language;‘adfion, and character. If,'for instancg, we take the

E KC.
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Persephone myth, we might eaperly pvyoup together Middlemarch, Lady Chatterley's

Lover. No Orchids for Miss Blandish, and Lolita. Almost any story involving
- =
imprisonment and rescue could and perhaps should be tvped as a spring-myth in

this category. For an advanced student, there might be some value in saying

this, providing that it was said in the process of sorting out the differénces
betwgeh such works, for the purposes of judgment and 1nte}pretation. The ad-
vantages and disadvantages need no labouring. The question of the value of
myth-spotting i< raised in » more sensitive way, however, if we look at some

-

details in Middlemarch and Lacy Chatterley.

In Middlemarch, thecre is the central imprisonment and rescue:; there 1is
sore pointing from imagery of vegetation and climate, and some from imagery of
darkness and light, tombs, godlike radiance, etc. There are some classical

emphases, too. In Lady Chatterleyv, there is a much clerrer and singular refer-
9

ence to the Persephone story while George Eliot jumbles the myths: we have
Theseus and Ariadne Crossing with Persephone. D.H; Pawrence actually refers

to Counnie as Persephone ''out of hell on a cold moraing,' the vegetation symholism
gets 'into the action, as small precipitating events and as amorous ritual. More
important, the structure of the novel has a cyclical suggestion which puts it
closely in relation to the spring-myth: 1t is about the sexual and seasonal
rhythms, and takes us to the winter of chastity with some look ahead towards
spring. The use of the myth is tentative, of course, and D.H. Lawrence does

not set the cycle in action; he merely runs through it once and suggests the
process which may work. The brakes are applied to the imagined return of spring,

for reader and Mellors: this is a Tragic Age. But if we compare Lady Chatter-

ley with Middlemarch or Portrait of a Lady, the really mythd‘ogiqal Qualities

ERIC

IToxt Provided by ERI



0.4 4

of the rhythm seem apparent. Now: we arwe teachers, not j&st critics having

fun finding things out about structure and language. What do we say about the
myth in the story that is relevant to the teaching of literature to the stucy

of particular books? Ve can do, as I have alrecady suggested, the work of using
the typicality ip order to assert the particularity: this needs no elahorating,
and would involve a full look at surfaces, structure, c haracter, and 2all kinds
of detail. But is the use o; myth-spotting cnly a negative one? I think we
should observe that Lawrence uses a subordinated but visible mythical connection
in order to do several things--to pluace his Tragic Age in history--the myth

sees the industrial revolution as a rape of nature, and this is causally as

well as symbolically important in the book. The book 1s about myth: can we
have spring-myths any more? The myth also works to make particular c¢'iaracters
and events poignan£ because of a shift of perspective: 'Connie's desolation and‘
escape from hell on a cold morning are made very diminutive, and, yet, lLawrence
manages to keep his feeling for her as a woman, without reducing her to iilus;

tration. This is the feceling for humanity, only testable and visible in a felt

individuzl case, JoycCe has many similar deepenings of feeling, among which I

L}

-

woulq pick out Paddy Dignam ang the darkness and digrity of Qﬂdes behind the
dailiness_of the Irish funeral.

It geems to be possible to keep something in myth criticism for the
teacher of literature, not just to chuck it all over to the anthropologists
and- historians. The important thing seems to be to use myth-criticism in the
work of laying bare individuality--observations that ar; only concerned with
typicality take us straight out of literature into history or elgewhere. But

»
there are many other problems facing the myth-critic. What about a very much

IToxt Provided by ERI



more subordinated use;of myth, as in Middlemarch, It is easicr to say how myth
functions in Lawrence, where it is strongly visible, than in the more shadowy
and marginal appearances in George Eliot and Henry James.ﬁ Where 1t is shadowy
it really seems no more important than’other kinds of historical or litérary
allusion, and the dangers of pushing it into a conspicuous position by grguping
2x3licitly or implicitly is even greater. I do not want to suggest that one
could generalize from the Lawrence example. In Yeats 'Lullaby” myth makes a
different appearance, being revived with all the power of feeling, so that it
1s in fact taken out of typicality and given a restoration to particulars,
Plainiy, Yeats does other things, too, yith myth, and with myth invented as
well as received from tradition., It is always the dwelling on detail, not on
the mythological classification, t*.t is essential, but this dwelling on deta;*‘
will be different in different cases, In a potentially.reductive process like

-

myth-criticism, we should be especislly wary of making one act of particular

s

analysis into a sterectype for future acts.




Appendix IV

What is the place of translated material in the schools? '22 we locse

P

the mythos in the translation of a work from anotlier time or culture?

It is not a question of whether or not to introduce translated works into
the English class; they are already there, beginning vith the Bible. The
questions are, rather, what kinds of translatiqns, why, when, and where?

Those who want as little translation as possible seem to bsse their point
of view on two main grounds; both appear more articulately expressed in the
U.S5. than in the U.K.1 The first reason for misgiving about translation is
that it would be better_to study the original, Of course. But in a crowded
curriculum the U,S, teacher of English would hardly welcome back to the fold,
probably at his own expense, the ncw olmost extinct teacher of Greek, in order

'that boys might read as they still do in some schools in England, France, and

Germany, Plato's Republic in the original, As for contemporary languages,

there does indeed seem the strongest possible reason for encouraging and e¢nabling

1
A

far more students to acquiré‘%hf ability and desire (equally important) to read’
originals, Nobody who cou*d reﬂi!?andide in the original should be satisfied

with a translation, But Beowulf, Don Quixote, Ihe Mabinogien, The SQEE 2£

Roland, The Icelandic Sagas arﬁpdnlikely to be studied in the original by students

under 18 anyhow, Such books seem to have a good deal to offer to such students,

2

both in terminal courses which may offer the only introduction they will ever

koow and in college-based courses too--here the Brunerian spiral may well apply

at times, and to read Pound's version of The Seafarer at 15 might be the prelude

to an interest in 01d English later opn. Because a boy reads translations more

‘ : .
Q 1 But. the possibilites are only just beginning to be recognized in, e.g.,
RJ!:‘ examination syllabuses.-
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he will not necessarily read originals 1e§s.

Clearly the vital need is for close coofPeration betwoen teuchers of .
. English and teachers of languages in a given school. Their comncn aim is the
educdtioﬁ of the‘single student; English of all subjects is not 'inter,” an
"island unto itself.” Have English teachers done all that they might to meet
thelteacher of other languages in cdiscussion of such matters? Perhaps the
Modern Language Association is uniquely qualified to deal with such matters;
or has it alreédy done so?

But there is a second major objection to tie use of t?anslatians. fhis
is that so much is lost in the translating that the ultimate product is not
worth reading. Of course, one can distinguish here between what the Germans
rall "Nachdichtung” and more hackneyrd effofts. The best translations, such
;s éhipnaﬂ*é Homer, or Shelley's version of Sappho's poem, or the Pound poem

mentioned above have real quality in themselves; less exalted efforts such as,

in the U,S., Ennis Rees’'s transla‘ions of the Iliad and QOdyssey may often be a

good deal better as literature than some of the reading concurrently going on
in the mother tongue. Thus_only the very pure purist who is so royal in his
approach that even a small pea of education under his cultural mattress would
disturb him all night, is on very strong grounds in pregsing this kind of
objeciion. |

In any case,  perhaps the most important of all reasons for‘considering
translation sefiously lies in what the trgnslat1§ns have to tell us. Of course,
in the light of eternity what anb how, subject and style represent different and

inseparable aspects of the same thing, The chiquwho is introduced to the

LY




substance of Beowulf, however well told, is not getting the wiole thing., But
we do not despise the m;n who gazes at the Parthenon becauss: ae cannot see 1t
in its original gilded'glory; the T'Ang sculpture of ancient China, everywhere
in fragments, can still say something evén tHOUgﬁ most of us know woefully
little about China under the T'Ang Dynasty., So with transla:ior, half a loaf
is a gift to the hungry. And there does, deep down, <uem a hunger of the spir{t
for what some of the translai:d work can tell us,

For it is through the originals of such work in the past and the transla-
tion in the present that much of the underlying message of our civilization
and culture--not only in its West European aspects--has been transmitted,
This transmission and the cc itext of vhat is transmitted may take many forms;
one of the most vivid, and certainly one of the most important, is thot which
comes roug.'ly under the heading of myth. You do not need to be a Homer scholar
to find a story such as that of Odysseus and Polyphemus not only haunting in
itself but also surprisingly relevr-nt in all kinds of ways for our owh

generation.



Appendix V

Can modern psvchoanalytic appreach to myth 1nforn war undor-
standlng of literature and of the creative work o our students?

-

In his treatment of myth, the English tcacher must be sensitive to tﬁe
psychological as well as the formal literary qualities of the "archetype.”, In
fact, it can be argued thnt the ultimate Or remote source of aesthetic plea;g{e
is the archetype, for it embodies in dramatic form the essential paradoxes andkk
predicaments of human identity., The word archetype means "implanted from the
beginning,” and for Jung the term applies to the residual forms of numberless
experiences of the same kind which have becn embedded in the racial memory.
Whether or not we agree with the Jungian notion of the collective unconscious
is not important; the significant point is that archetypal patterns do appear
in the mythologies of éultures widely separate in space and time. These ex-

. pericnces are formulately in stories of déath and rebirth, sexual duality,
-mother earth and heavenly father, the Promethean struggle with the gods, the
search for an ultimate 111umination, etc. Considered as perénnial patterns of
human behavior which‘recur in ever-gshifting historical variations, these
.archetypal imares of experience can amplify the student's power to expl;in his
own worid, to bridge'its inner and outer &imensions. Much of the aﬁpeal in

. nyth:derives from the féars .and fantasies every child expériences, as part of
the way he defines himself. Literature is perhaps one o; the best ways we have
of coping with the te;siohs of identity, those problems of the "me and the not
me''; the agonieg of growth are ma&e bearablg, even productive, through the

vicarious enactment of them in the child who hears and reads nursery rhymes,

fairy tales, and wmyths,
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The*®teacher, then, should be 1ware of the sequence of tergions in the
child's life. Beyond that, he should anticipate them, preparing a structure
of stories and writing assignments which will account for tho;> successive

tensions., (See Eric Erikson's ChilAhoocd and Society.)

The teacher, however, would be unwise to limit his study of myth to any
one psychological doctrine; on the contrary, the danger for the myth enthusiast
is that his teaching way drift toward a fantastical learning or rerely diffuse
pedantry. 1In either rase, he deprives his students of thg primary transaction,

the pleasure of engaging the unique character of the individuated .rt work.

_




A

1

Appendix Vi

What problems gé/é;;:ifically "modern" readings of the myths present and what

may 23 gained from efforts to make historical reconstructions gi their
resonancqg?

6ne of the significant'questipns in the study of myth is the question
of the degree to which education can appropriate the narratives of distant
people for its purposes and still leave them the narratives of "other' peoplec.
This is, of course, not merely a matter of literary approaches but of our ca-
pacity to exercise the historical imagination aﬁ?;fb be open to the visions and
. valuations of other cultufes and individuals. OCur nétural tendency may be to
see, in the Polthemus story, at least two of)théﬂéoucerns of mode;n psycho-
therapy, the symbolizing of a quest for identity and the sjmbolizing of a
concémitant confrontation with the adult, perhaps the parent of the opposite
sex, seen a; enemy (the giant, to use our Polyphemus instancej, However, to
see so 1s not to see the story from the perspective of the civilization which
created it. Or probably not. This is not to,sﬁy that there is only one right
readiﬁg of Homer nor is it to commit the intentional fallacy and say that the
only Odyssey is one which existed in the intention of Homer; It is rather to
work to reconstruct the "logic" of an idiom and way of conceiving embodied ;ﬁ
this particular Greek fabulous narration and the ~  tory" which surrounds it
and to see in which ways that "logic" differs from . "ldgic" which we posit
as giving us a key to the fabulous ﬁarrationé which we dream (--"to imagine a

language 15 to imagine a form of life"). Let me get down to cases.
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From the perspective of the reading given last time, Odysseus' shout,
"Tell him your eye was p?t out by Odysscds, Sacker of Cities, the Son of
Laertes, who lives in Itheca' comes as the t:'iumphant climax o£ the scene in
which QOdysseus and Polyphemﬁs blast at one another; from another perspective,
that. furnished by the rest of the s?ory and what we know of ahcient Greek mythos,
thé shout is a low point, It %ignals a momentary and disastrous foolisihness
on the part of a man previously versatile enoush to tell his antagonist that he
is No-Man. That we know that twenty y2ars on Calypso's isle come with the
echo of the shout tells us either that to discover one's identity is, in the
logic of ££13 narration, mighty dangerous or that another kind of logic is
operatave here. I would say, "Another kind of logic" and do so on fhe basis
of efforts to make a Listorical reconstruction of the Homeric mythos as well
as or the evidence of the rest og the.Homeric text, Archeoloyy and anthropology
tell ?s that Homeric people regarded théracg of telling another man one's name
as giving him power over one; a versatile Odyssesz not only tells Polyphemus
that he is Nb Man but once returned to Ithaca he tells no one, friend or enemy,
his name until Ithaca 1s in his power. Even in the case of Telemachus, he
establishes his kinship to his son before he allows his name'to be mentioned.
The chastened Odysseus who comes to Ithaca has 33 identity but one discovered
}n the marké of his body anc¢ the marks of what his bodf can do.

If I read the ancient fable correctly, what happens with Polyphemus'

shout is that the identity fixed in a scar, a capacity to pull a oow, etc.,

is momentarily replaced by the self-naming brag., And if I read the differences
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in times correctly, this sense of the need to conceal named identity to preserveé

real identity, the sense of identity as bodily identity, is central to the

Homeric mythos and absent from ours. Hercules' wraith and Hercules are sepa-

rated in-Book XI, as are Elpenor and his body, but that is the only place in tae

_Odyssey where the grammar’ of Homer's language suggests the possibility of the

separation of the self and the body, of personal and bodily identity. ''Death
for Homer is the loss of all vital physical power, a shadowy impotence that
replaces vigor, action, personality, and sunshine;" Homer's ''ghost" is the body
that survives'the fire and searches for blood and life. Identity as the asser-
tion of our uniéue inwardness and of the "name" which goes with that inwardness,
the sense of the ''self'" as a discovered and developed thing, seems to me to be

significant in the mythos of modern groups organized more loosely than the

" Homeric tribe, groups taught by religious and philosophic tradition to see the

"I-ness'of the "I" as an inward (self-developed) ghost--the self whiéh "really"
goes with the name.

These remarks are directed toward raising the question of the place of the
use of myth in the development of what I have called the historical imagination.

It is surely accurate to say that what the modern imagination, pérﬁéps even the

{

imagination of a child, finds objectified in the Polyphemusﬁepisode is the sense

f“=1hat weqmay'altogether cease to be. Big Daddy may smother us. It is also pos-

.

.

sible that the myth so envisaged and understood--whether consciously or uncon-
sciously--may find an important place in the education and the civilizing of the
child, the welding together of inner and outer worlds, And it would be unfair

Ito say thdt a reading from the perspective of our dreaming does at every level

\
'
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shift the'emphasis of the story, for the sense that it is about the con-
stf;ints of law and of "lawlessness’ in the world of desire or that it is
3223£ the dark fear of strangers and aliens is surely constant in every period.
Let us not be pedants on purpose, ''The New w.ne is good and uséful to educa-
@ion." "Fine; if so, let us drink it," My fear is that the search in ancient
fable for the fantasies which modern men dream, if pursued too e:xclus.vely,
may leave us without visions alternative to our present ones: "Let us also
guzzle the old wine;" 1 would say,

I want to bring in two pictures of the myths and visions of those "others."”
I want to see them as wineskins which each group--and, to some degree, ench
person--in part fills with it= own wine, mixing it with the wines of the last
vintners., I want also to sec them as a series of languages or language games,
the idiom of which must be reconstructed for each period., The work of Pepin,
De Lubac, Buffiere, Carcopino, Cumont, Seznec, Smalley, Wind, Panofsky, Jaegor,
etc. has in part done th. job of reconstructing the metamorphoses of concent
which the stories‘gentral to ;he classical and Biblical mythos have‘known.
But the job is not done even for classical and Biblical cultures; it is by no
means done for African, Asian, or American Indian myths as these enter the
English stream, If the job were done, i£§ relevance to education, as opposed
to pedantry; may be unclear, |

Let me suggest some relevances.

First, the content of o passage may shift as we imagine our way ogt of
our total vision of what Chapman calls '"these childish toys."” Polyphemus has
been read--in various ages~--as barbarism, volcanic energy, pride, presumption,

ERIC
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lawlessness, etc.;, s.milarly, Milton's Lucifer has received Jipzian and
Freudian as well as Shelleyan and Blakean readings. - But if the lucifer of
Books I, II, V, and VI is seen sul generis as playing against the epic typi-
cality providgd by a Renaissance Polyphemus, and }f one knows the availablé
meanings of Polyphemus and the giants as read by the Remaissance myth mongers--
if he knows that they may be hubris become superbia in the new mythos--then

"

Lucifer's size, his raising up against the heavens, his 'cave,” his throwing

of the hills and 3o forth have a substance different in kind from that provided

by Lucifer-as-father-and-enemy or as-Prometheus. Some of the -joy of fooling -

with Paradise Lost in the battle scenes comes from seeing Lucifer as both

Polyphemus and inverted-Hector, from perceiving the puffed up anti-epic in-
side the "'real" epic. And this sense comes from participating in é vision
different from Homer's heroic military >ne and from our‘egocen¥r1c, competitive
one.

Second, the tone of a passage may shift., If we know what "blind Cupid”

)

means in the Eenaissance(mwthos about the meaning of Roman myth-, then Helena's

speech in A Midsummer's Night’'s Dream comes to be potantially a more complex--
and _ronically delightful--affair:

Love looks not with the eyes but with the mind
And therefore is winged Cupid painted blind,
Nor has Love's mind for any judgment taste,
Wings and ro eyes figure unheedy haste.

As every Renaissance painter knows and as Helena forgets, Cupid is blind be-

r cause he is turned on,‘crazy;-irrational. Helena's Cupid looks witn the "pu;e"
mind, the mind purified of all judgment. The shift from gu;h to irony may be
congenial to our student‘aud;encos. .

ERIC
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Third, the sense of the artfulness or economy of a passage may change. \
Pluto guards the circle of the monhey-grubbers in the Inferno,; as god of wintér
and{sterilify, he seems a bit odd for them. Critics have wanted to make him
Plutus to redeem Dante's classicism, But the god of winter is, of course,not
Dante's Pluto--rather the Pluto who meant "possession" of the "abundance"

which is Proserpina. To import Dante's medieval Pluto and his Proserpina

into Lawrence and Lady Chat would be pretty obviously to import the wfong

figures; but the reverse process is easy, the projecting back from present
mythos and presently assigned resonances, To know Venus as possibly meaning
the amorous or desiring passion and Mars as the wrafhfdl or frustrated one is

to see a tremendous number of details of machinery, characterization, and plot

potentially fall into place in the anght's Tale;to know Molly Bloom as an

earth mother, given the value that earth mothers are assigned these days, is to
change our sense both of the comeday and of tbe decorum of Joycg's hdndling of
her. . |
Fourth,‘to‘know where the équivalences assigned to myth are unchanging or
dhanging is to give the student a beginning grip on(W?stern literature as a
stable or éhanging——as a related--order of visions., Thus,/ Narcissus over his

3

pgpl is somehow in Ovid a metaphor for the softness a watery dreaminess in

a flower and perhaps also for the moral idea wh Frankel finds in Ovid's

of that self-love which is the

»

story; in Christian ages, Narcissus i;\xn-ima
source of guilt and loneliness--potentially significant to r..ding say the

Romance of the Rose, Cynt@l&ﬁs Revels, or Milton's picture of Eve over the

pool. And in Frenéh symbolist poetry, does not Narcissus become the image of
that artistic self-contemplation which permits one to see and to beautify the

@ "rld? Freudian Narcissism has yet another meaning and set of conceptual



connections. Consider, also, the use to which Narcissus is nut if the follow-

ing rcmark by Yu#ie“uishima: “tihat 1 dicdn't realize until I went to Greece

was that creating a beautiful book and becoming a beautiful person involved the

same moral stnndérd. Only the Greeks understood that »eally; it explains
narcissism--in atl good men there's a bit of th2 narcissist.” And what shall

0

we say of Pope'é Belinda: in what theological »r social mythos shall we place
Belinda-as-Naré&ssus; what lights and counterlights from new enlightenings and
old shad#ﬁs shiue.in that mirror? -

Thqﬁe are, I think, major proplems for education implicit in any discus-
sion of thé transformations of myth and the deQelopment of the hist;rical
imagination. I cuannot solve-them.

I would plunk for a knowléége of the major myths and of their metamor-
shoses 1n time past. I do not know how this knowiedge can be given in an
elegant and graceful way or how it can be made a iiving part of the young

student’ erception of iiterary works and of ‘the objects and situations on

which the isions press. But I am quite sure that, unless we can ask that

students so penew™ate the mythic fables so that they both are,and mean as they

were and meant t es and otbﬁpzﬁfgz;s, we cannot expect myth to be a

criticism of life except our terms. I would like it to be on the terms

R
~—

prbvided’ﬁ?fzggzlanguage of other times and places.

/ I~y




Appendix VII

Can cducation take account of modern operative social myths and mythel, aud
how shall it o so? ,

"You don't even know who you are,’” Reginald ha! said. "You don't e’en
know, the white devii has hiddcn 1 Trom vou, that you are ¢ racc of pecole
., of ancient civilizations, and riches in gold and kings. You don't even Kknow

you& true family name, you couldn't recognize vour true languuge if you heard

it
The Autobiography of Malcolm X
"A  race of gi.nts had lived there, feﬁrless men, men of a staunchness
unknown in this day. Jody thought of the wi-le places and of the wagons moving

across like centipedes. He thought of Crandfatuer on a huge white hor

marshaling th! people. . ./Later the grandfather savs. . ;7 "I tell these old
stories hut they're not what I want to tell. . . . It wasn't Iniians that were
{

importznt, nor adventures, nor even gettiung out hsre. It was a whole bunch
of people made into one big crawling beast. And I was the head.”

John Steinbeck, ""The Leader of the People”

One of the justifications for creating a study %:oup on myth and trans-
lating may be thiz(- that pressing intensely on these -two subjects simultan-
eously hasy forced us to raise issues as regards education and the idiom of
literature "which does not belong to us' in the widest sense. We have been
wmade to look at the problems}of bridgiqg_pqét and present, distant and near,

! Pon—Eninsh and Enzlish. But the job of tra{slating a literary work o1 com-
¢
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municating the resonances o a1 myth may be :omplicated not only by the lin-
guistic di fference and mvthic dist .. e of the work studied. It may also be
complicated by the differences of mythos and differences in language which
separate us from our students. Operative mythoi created in our time such as
Elijah Muhammed's version of the creation and history of the human race (cf.

The Autobiography of Malcolm X, paper edition, pp. 161-185) may secm as dis-

I3

tant from us as Homer or the Amahuaca myths. A job of "translating” is needed
if ~ur students are to reach us, and we our students. The student to whom such
a vision means sorething must surely perceive the symbolism and language of most
literature as well .:s the contenf of his classroom experience from a perspec-
tive radically different from that of tﬁn grove of aéademe even as, more subtly,
a student raised with tMe American frontier myth of "westering, westering” r.y
find it difficult to penetrate Dante’'s dJdream of a westering Ulysses as deserving
the lower circle; the Nazl mythos is probably .not conducive to an undérstanding
of the realm of satire. And not only do the social mythoi touch on the way in
which we and our“students see literature, they touch on us--on our deepest -
valuations of the meanings of things and concomitantly, on our (and our stu-
dents') capacities "to speak the meanings words will never know/But man
imagined images can show.'' (Hypocrite Auteur).

4
Operative myths and mythoi are a business of education. The sense in

which they are raises complicsced problems. They seem to tempt one tz’pe the
social ‘engineer, fake psychologist, and bibliot@erapist;.on the one hand; they
seem, on the other, to mock our incapacity (as teachefs and scholars) to speak’
to such imaginings of students as redll: affect the way they live. We don't

ERIC
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know our way here, but some suggestions mav be in order: First, the litera-
ture teacher's.diréct assaults on destruciive elements in operative thh_-—
racist postures of Nazi propaganda or Nation of Islam demonology--are .probably
wasted rhetoric, The Science class 13 the place to hit supe;stition. The
business of the English teacher is not, primarily, to "di9#thologize"--whnt-
ever the mythology.

Second, the English teacher must know the operative myths of his students
and their neighbo¥s. This will take educational and literary research into
the sociology of/explicit religious narrative, folklore, underground narrative,
graffiti of "oLtsiderf groups, ctc. Hopefully, education will reject the
picture of the schools as agents of 'squarism” which comes to the I‘"e 1n Mr.
Douglas's picture of tne dominant educational philosophy of the twenties.

-—

Third, one function of the study of English may be to allow the student

‘}o represent--at some level of indirect representation--his or his group's
idiosyncratic w&sion of whot makes the world tick; that vision may”be hateful
to the teacher;\he—should remember that Homer's vision is also a vision that
allows for racism, barbarism, and slavery. Time pardons Homer for writing all
things well gnd for seeing many well. The teacher may be able to ask the stu-
dent to do with his mythoi what Yeats asked himself to do with his wife's--
that is, the teacher may be abl«\to ask the stu&ent to use the writing of
stories, poem-, etc. to Geepen his perception of the world in terms of the
belief of his group, checking ’ﬁ"?‘é\a;ocess belief against expe:ience and

experience in terms of belief, until mythos gives or experience is "seen’

clearly--until the teacher is able to "pardon' the student for writing and
. ' : .
‘eing well,
\




\

Fourth, education should recognize that. any narrative, any picture, by
an individuai or group which attempts to say ""the world is put together so
and means this to me" can become, -and be used as, the basis for the search
for confirmative evidence. The process of education al;ays begins as ignorant
vision, and Elijah's ignorant vision apparently did for Malcolm X wﬂ\& the
schools never could do--led him to a "probe of what the world is about'--into
Herodotus, Hodgr, Toynbee, and H.G., Vells; into history and science,” anthro-
pology and archeo}ogy. We work from within outward, if we work at all,

Fifth, it is a matter for research to discover whether the student can
best be brought to an understanding of literature if he begins with works which
embody his myths, with works which are "parallel” to it, with works which pre-
sent alternative4p1ctqrcs, or/w&th wérks which present t?e most different pos-
sible picture, We need to'k;ow what we can "translate” and how; the myths of
India, Africa, and South America may speak to one group; Blake or Jiminez to
another; Homer and St. John Peréo to another., The student who has been taught
to fancy a set of lies may learn to see.from :n allen vision i f, and perhaps
only 1f, the vision does not come fr the "devils" who are his enemies. (we
may need contrastive studies of literary symbolism and in-group social symbolism
to enable us to do a better job of litez;ry "translation.')

"Sixth, education should recognize its obligations to fostef the total
literary process--including the oral story-telling process., It is idle to

talk about the fabulous stories which Homer and his Myceneans were building

up to deepen their sense of the meaniug and purpose of life while we ignore or
s

-

7 . A
suppress comparable processes going on in modern society. The "myth of the
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frontier” informs popular Americat entertaiﬁment; it inforas te way in which
people in certain parts of Americna see their pasts, the me;ning of their fu-

tures, and the meaning of literature (cf. Jody's grandfather):; it can also be
the basils for perceptive writing. Malcolm's sense that he cane from a nati on
richuig\gold and kings was the beginning of aﬁ education of imagination which

led from madness to clarity and from weakness to strength. Surely, the

teaching of English can build on such imaginings.




